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How an RCT Lens Can Enhance Skovholt's Cycle of Caring for Counselor
Educator Self-Care
Abstract
Counselor educators engage in a variety of professional roles which prioritize supporting counselors-intraining's personal and professional development. In addition to their responsibilities to student
development, counselor educators balance numerous responsibilities and roles as faculty members.
These responsibilities can lead to stress and burnout amongst counselor educators if not prevented by
using self-care. A model to support counselor educator self-care and their unique roles and
responsibilities is needed. In order to center relationships in self-care and educational practice, the
authors apply Relational Cultural theory to Skovholt’s Cycle of Caring as a framework for traditional, inperson counselor education programs. The authors propose that this model may increase self-care
among counselor educators and counselors in training. The authors also provide strategies counselor
educators can use for their own self-care as well as classroom strategies to foster connection and
community.
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While all faculty in higher education experience challenges of balancing the service,
research, and teaching expectations and responsibilities, counselor educators may experience
additional challenges due to their unique roles. Counselor educators serve as “counselor, educator,
supervisor, researcher, advocate, and leader” (Harrichand et al., 2021b, p. 56) in their faculty roles.
To successfully engage in these additional roles, counselor educators must establish and maintain
professional relationships with students. Due to this relational work, it is imperative that counselor
educators attend to their own self-care to prevent burnout and to model self-care strategies to their
students (American Counseling Association [ACA], 2014, Standard F.7.a.). Furthermore, it has
been stated that “well counselor educators may be more likely to produce well counselors who are
more likely to produce well clients” (Hill, 2004, p. 136). Despite the benefit of counselor educators
maintaining wellness and the requirement of counselor educators to engage in self-care strategies,
there is a dearth of literature on integrating self-care in the classroom setting.
In addition to the relational nature of the counselor educator role, there are additional
factors impacting faculty in higher education. The ongoing mental health impact of the pandemic
alongside the continued attention to addressing racial and cultural injustices within higher
education and counselor preparation programs have heightened the call for increased focus on
counselor educator and faculty self-care (Prasath et al., 2021).
Since the beginning of the pandemic counselor educators have had to: a) quickly develop
skills in distance education, b) shift their curriculum to online learning platforms, c) and ensure
that counselors-in-training were competent in providing counseling via telehealth. Counselor
educators have completed these tasks while addressing their own personal illness and issues related
to the pandemic and supporting their students through their unique experiences associated with the

pandemic. Navigating these stressors related to COVID-19 may have negatively impacted the
counselor educator’s ability to engage in self-care and wellness (Harrichand et al., 2021a).
In this article, we provide the rationale for the selection of Relational Cultural theory (RCT)
(Jordan, 2010; Miller & Stiver, 1997) and Skovholt’s Cycle of Caring (Skovholt & TrotterMathison, 2016) that support the relational framework for self-care. We then discuss the unique
challenges inherent for counselor educators which impact self-care and the ability to prevent
burnout. Additionally, we discuss how RCT (Jordan, 2010; Miller & Stiver, 1997) can be applied
to the Skovholt’s Cycle of Caring (Skovholt & Trotter-Mathison, 2016) to support counselor
educator wellness and prevent burnout. Strategies for how the model can be applied in the
counselor educator’s role over the course of an academic term with attention to the role of faculty
instructor and the classroom community. Finally, recommendations for future research are
provided.
Rationale
In this article we discuss the application of RCT to Skovholt’s Cycle of Caring as a model
for counselor educator wellness. As counselor educators, we utilize RCT in our teaching,
mentoring, and supervision practice. In addition, through ongoing attention to self-care, we have
both developed teaching practices that emphasize the relational needs of students and supervisees.
Conceptualizing the relationships with students and supervisees through the Cycle of Caring
(Skovholt & Trotter-Mathison, 2016) allows for each of us to engage in genuine, authentic
relationships with students while maintaining the boundaries of our roles as counselor educators.
These two models provide a framework to infuse and promote self-care and wellness into the
existing higher education structure of academic terms with an emphasis on relational practice, an
underpinning of counseling and counselor education.

Skovholt’s Cycle of Caring is a model that is focused on the series of attachments and
endings that occur within a professional’s work (Skovholt, 2005). While Skovholt’s model was
initially applied in the therapeutic relationship, it could also be applied in the teaching relationship
between counselor educator and students as cycles of beginnings and endings are inherent within
an academic term. Each term has a beginning (empathic attachment), a working phase (active
involvement), an end (felt separation), and a break between terms (re-creation) which parallels the
stages in Skovholt’s theory (Skovholt & Trotter-Mathison, 2016). When integrated with RCT, the
model provides a foundation for how to engage in relationships with counselors-in-training in an
educational setting.
In counseling and clinical work, RCT provides a relational framework for practice.
Originally deviating from the psychological theories that focused solely on individualism and
hierarchies of development, Jean Baker-Miller and Irene Stiver created the origins of the theory
that centered relationship in understanding how optimal development occurs and how power-over
structures create barriers to growth (Jean Baker-Miller Training Institute, n.d.). In RCT, the focus
is on connection, mutual empathy, mutual engagement, authenticity, and growth fostering
relationships (Jordan, 2010). It is through these connections that individuals grow and develop
(Duffey & Somody, 2011) and experience the five good things. The five good things, which are a
result of growth fostering relationships, include “zest, worth, productivity, clarity, and desire for
more connection” (Miller, 1986, pp. 2-3).
Since the original development of the Cycle of Caring, Hou and Skovholt (2020) have
further explored the characteristics that define highly resilient therapists. Central to their findings
was the importance of having “a strong web of vibrant connections” (p. 392). Given the findings
of the importance of connection, RCT constructs can be applied throughout the Cycle of Caring to

further support counselor educator wellness from a relational lens. Therefore, a unique model of
faculty self-care which centers relationships is needed in order to foster faculty wellness, prevent
burnout, and model wellness for students.
Faculty Roles and Responsibilities in Higher Education
Personal and professional stress in higher education can have an impact on faculty’s
productivity and satisfaction (Berebitsky, 2018). Faculty in higher education are charged with
three primary roles and responsibilities including scholarship, service, and teaching (Hatchett,
2020; Sangganjanavanich & Balkin, 2013). The weight of each component within the workload
can vary significantly across programs and universities (Hatchett, 2020) and faculty roles are
expanding to include more responsibilities (Eddy & Gaston-Gayles, 2008).
Eddy and Gaston-Gayles (2008) found that faculty identified work-life balance, new
teaching expectations, unclear and expanding expectations, and issues related to gender, ethnicity,
and sexual orientation as the primary stressors that they experience within their faculty roles.
Additionally, Elliot and Blithe (2021) found that women are more likely to experience
microaggressions and issues with work-life balance when compared to men. Eddy and GastonGayles (2008) also reported that participants shared that it was challenging to balance multiple
roles and responsibilities and to learn how much time should be spent on numerous responsibilities.
Furthermore, participants also shared that the lack of clarity and understanding of expectations led
to feelings of isolation.
The teaching responsibilities and expectations in higher education exemplify the relational
aspects of higher education. In the past five years there has been increased focus on relational
pedagogy (Simel Pranjić, 2021). Within the teaching relationship, it is critical that the instructor
understands and considers the process in which a power hierarchy influences the educator/student

experience (Karpouza & Emvalotix, 2019; Schwartz, 2019; Simel Pranjić, 2021). Simel Pranjić
(2021) highlighted how educators can demonstrate a caring relationship from the onset of the
relationship through the end of the course and beyond. Although it is important for the educator to
foster an opportunity for a strong working relationship, the student also has a pivotal role in the
relationship (Karpouza & Emvalotix, 2019; Simel Pranjić, 2021). There can be positive
engagements and interactions between faculty and student; however, the relationship still requires
work from both the educator and student and inevitably will at times lead to challenging situations
that the educator must navigate. Challenging situations could include maintaining appropriate
boundaries, failing to meet the other person’s expectations, navigating obstacles regarding the
faculty student match, as well as addressing situations on the part of the faculty or staff that impact
the relationship (Karpuza & Emvalotix, 2019). As a result, educators must be prepared for these
stressors and challenges as they navigate numerous student relationships with care.
Stressors and Burnout in Counselor Education
In addition to the three primary roles of faculty in higher education including scholarship,
service, and teaching (Hatchett, 2020; Sangganjanavanich & Balkin, 2013), counselor educators
also serve as leaders in professional organizations, provide supervision and consultation, engage
in community projects, and mentor both students as well as newer colleagues (Coaston, 2019).
Furthermore, counselor educators have the responsibility to engage in gatekeeping. Counselor
educators have the ethical responsibility to evaluate, remediate, and terminate students who are
not demonstrating the necessary competencies expected (ACA, 2014, Standard F.9.a.). Council for
Accreditation of Counseling and Related Educational Programs (CACREP, 2016) also requires
that “counselor education programs have and follow a policy for student retention, remediation,

and dismissal from the program consistent with institutional due process policies and with the
counseling profession’s ethical codes and standards of practice” (p. 7).
While some aspects of education and evaluation are objective, evaluating personal and
professional competence in the gatekeeping process can be subjective which can create concern
for counselor educators. During gatekeeping, counselor educators are expected to determine if a
student is both academically prepared as well as interpersonally appropriate to work in a clinical
capacity (Homrich, 2009). Many of the counselor educators’ responsibilities including
gatekeeping have a significant relational component (Kerl & Eichler, 2005) which can lead to
profound emotional responses for counselor educators. Counselor educators shared that they have
experienced sadness, exhaustion (DeCino et al., 2020; Kerl & Eichler, 2005), isolation (Gizara &
Forrest, 2004; Kerl & Eichler, 2005), and apprehension, fear of conflict and/or retaliation as a
result of engaging in gatekeeping (Kerl & Eichler, 2005). Kerl and Eichler highlighted that the
relational investment in the gatekeeping process is reinforced when counselor educators lean into
their counselor helping skills and focus more on helping rather than evaluation and dismissal when
indicated. As a result of faculty leaning into the helping role, faculty can invest significant time
working with the student to develop the needed skills. It is important that counselor educators
maintain an awareness of these intense emotions associated with the gatekeeping process to protect
faculty, peers, students, and themselves (DeCino et al., 2020).
When work stress, such as that related to the gatekeeping process, is not managed
appropriately it can lead to burnout and can negatively impact counselor educators' well-being
(Hill, 2004; Sangganjanavanich & Balkin, 2013). In addition, counselor educator burnout can
negatively impact students and the university (Sangganjanavanich & Balkin, 2013). As a result,

counselor educators are encouraged to model behaviors and practices to reduce the chance for
burnout for counselors-in-training (Yager & Tovar-Blank, 2007).
Burnout is generally defined as emotional exhaustion due to work related stressors
(Sangganjanavanich & Balkin, 2013). Unfortunately, many counselors experience burnout
(Skovholt, 2012) and if not addressed burnout could lead to client harm (Posluns & Gall, 2020).
A counselor educator who experiences burnout could have decreased effectiveness in teaching
which could potentially impact the care a counselor in training is providing to a client and harm
that client (Hill, 2004). Additionally, faculty members experiencing burnout may not model
wellness strategies, appropriate boundaries, and ethical practices. This could lead to the
development of students who too are burned out and unable to engage in ethical practice
(Harrichand et al., 2021b). Self-care may be one way to prevent burnout, to maintain wellness
(Posluns & Gall, 2020), and to create a healthy work-life balance (Coaston, 2019).
Self-Care in Counselor Education
Self-care is an important component for both faculty and students in counselor education
programs. The self is central in the counseling process and needs to be cared for in order to best
serve clients (Skovholt, 2012). The counseling profession emphasizes a focus on prevention and
wellness. Counselors need to practice self-care in order to best provide care for others (Skovholt,
2012). Unfortunately, despite the inclusion of the importance of self-care and impairment
prevention for counselors in the ACA Code of Ethics (2014) and the CACREP Standards (2016),
counselors often struggle with caring for themselves.
Counselor educators are required to model professional behaviors and practices expected
by professional counselors (ACA, 2014, Standard F.7.a.). As a result, counselor educators have an
inherent responsibility to engage in and demonstrate self-care for their students who are expected

to “engage in self-care activities to maintain and promote their own emotional, physical, mental,
and spiritual well-being to best meet their professional responsibilities” (ACA, 2014,
Introduction). Additionally, counselors, students, and supervisees are expected to monitor
themselves for signs of impairment and reach out for support when indicated (ACA, 2014,
Standard C.2.g; Standard F.5.b.).
Despite the significance of self-care being mentioned in the ethical codes, there is not a
formal definition of self-care (Arcuri Sanders et al., 2020). Arcuri Sanders et al. further explained
that a common theme present in self-care discussions is that self-care focuses on an individual’s
ability to care for themselves while simultaneously balancing multiple life roles and
responsibilities. Additionally, self-care is idiosyncratic and evolving (Lin & Wilson, 2019)
meaning that everyone will have their own self-care strategies that resonate with them, and these
strategies will need to be revisited throughout one’s professional work. For these reasons it is
important that self-care is introduced early and infused throughout a student’s education so that
self-care becomes an integral part of the student’s professional counselor identity. Thus, counselor
educators are charged with fostering this development.
Counselor educators are in a unique position to teach about the importance of counselor
self-care and wellness while modeling self-care for future counselors (Hill, 2004; Yagar & TovarBlank, 2007). It is of equal importance that counselor educators also engage in self-care to prevent
their own burnout. Burnout prevention through self-care is important for counselors and counselor
educators to ensure that they can engage effectively with their clients and/or students (Arcuri
Sanders et al., 2020). As counselor educators engage in relationships with their students, a
relational approach focused on relational growth and development, such as RCT, may support
faculty wellness.

Relational Cultural Theory in Teaching
Counselor educators engage in teaching practices that support the development of
knowledge, skills, and awareness of their students. Teaching approaches that are experiential and
relational offer an opportunity for authentic and genuine engagement amongst faculty and students
in which the classroom experience can be co-created and shared amongst the participants (Boyd
et al., 2006). Relational Cultural theory is a theory of human development and growth originating
from the work of Jean Baker-Miller (Miller, 1976) as well as Irene Stiver (Miller & Stiver, 1997).
Relational Cultural theory scholarship has evolved from the sole initial focus of clinical and
counseling work (Banks, 2006; Jordan, 2010) and cultural competence (Walker, 2008), to training,
mentorship, and education across a range of fields (Schwartz, 2019). Relational Cultural theory
provides a theoretical framework for understanding how relationships are central to healthy
development. Growth occurs in relationship as a result of the presence of the five good things
(Miller & Stiver, 1997) and through healthy relationship mutual growth and mutual empowerment
can occur (Jordan, 2010).
The five good things include “zest, action, knowledge, worth, and a desire for more
connection” (Miller & Stiver, 1997, p. 30). Zest is defined as experiencing an increase in energy
and feeling alive when in connection. Action is when an individual experiences the motivation to
make change through the experience of connection. Knowledge is when an individual understands
themselves as well as others better. A sense of worth is defined as the individual understanding
that they matter. Finally, when an individual experiences, zest, action, knowledge, and worth, they
then experience a desire for more connection in the present and in the future. Consequently, when
counselor educators place relationships at the center of their teaching practices, growth and
connection can lead to enriching educational experiences for students and faculty (Schwartz,

2019). Integrating RCT while utilizing the Cycle of Caring framework (Skovholt & TrotterMathison, 2016) provides counselor educators the opportunity to cultivate the five good things.
Skovholt’s Cycle of Caring
As is the case with RCT, the Cycle of Caring (Skovholt & Trotter-Mathison, 2016) has
been applied to counseling, therapy, nursing, and other allied health professions. As a framework
for understanding the experience of compassion fatigue, self-care, and burnout, Skovholt (2005)
initially created the Cycle of Caring as a three-part process that detailed the relational experiences
that occur within the helping professions. Upon further revisions, Skovholt and Trotter-Mathison
(2016) added an additional stage and detailed these four stages of the Cycle of Caring as: 1)
empathic attachment, 2) active involvement, 3) felt separation, and 4) re-creation . Each stage
represents an active process in which the identified professional (e.g., counselor, teacher, nurse)
participates in an experience of the work of that stage.
The first stage, empathic attachment, consists of the connection and bonding that must
occur for a healthy therapeutic alliance to be created between the professional and the client. The
second stage, active involvement can be referred to as the working stage of the cycle in which the
“content expertise” of the professional is in active performance (Skovholt & Trotter-Mathison,
2016, p. 31). This content will vary based upon the field of work and specialty as well as the scope
of the goals of the client or student. The third stage of the Cycle of Caring is the felt separation
stage which consists of active detachment and closure. Skovholt & Trotter-Mathison (2016)
explained this stage can be experienced by some as a stage of grief and loss that must be “honored”
and supported fully (p. 33). Finally, the fourth stage of the cycle of caring consists of the re-creation
stage. This stage provides a full appreciation for the personal and collective process of regeneration
that must occur for professionals in order to fully reengage in relationship again. Any professional

or student who has experienced burnout will be familiar with the feeling of wanting a break from
the academic schedule; this stage speaks to the time away from one’s professional life roles and
responsibilities and the ability to utilize an “off-button” to one’s responsibilities (Skovholt &
Trotter-Mathison, 2016, p. 35). In the classroom setting, utilizing the Cycle of Caring offers
counselor educators a framework for the flow of connection and disconnection throughout the
traditional academic term.
Relational Cultural Theory Lens for the Cycle of Caring
Centering relationships in teaching practices recognizes the importance of how we learn
and develop through relationships (Schwartz, 2019) and counselor educators, specifically, engage
in teaching and supervision practices which center relationships. Applying core RCT concepts
(Miller & Stiver, 1997) to each stage of the Cycle of Caring (Skovholt & Trotter-Mathison, 2016)
provides further understanding of the mutual experience of relationships. Growth occurs in a
bidirectional manner and taking care of oneself does not require isolation from relationships with
others. Rather, the relational emphasis of RCT can provide counselor educators with further
strategies for self-care which utilize relational growth in the prevention of burnout in academia.
Empathic Attachment and Mutual Engagement
The initial stage of the cycle of caring is the required step that the individual takes into
empathy and engagement, referred to as “our caring side” (Skovholt & Trotter-Mathison, 2016, p.
25). A willingness to create opportunities for connection with others requires vulnerability and
openness. It is imperative for the counselor educator to model this opportunity for connection given
the authority held by faculty members. This authority held by counselor educators is primarily
seen in the role of evaluator and gatekeeper; however, students can also perceive this in higher
education settings through a paradigm of false dichotomies (Walker, 2008), in which students may

assume there is only one correct answer in the classroom. Counselor educators can model a healthy
relationship with power in which students are supported to engage authentically and share power
with counselor educators through mutuality. This can occur when counselor educators present
opportunity for collaborative work, not just amongst students but alongside faculty members.
Maureen Walker (2020) explained this dynamic by stating that “the power-over culture renders
false dichotomies, reducing and constricting the range of human potential. This paradigm offers
the possibility to dominate or be dominated; to be successful or to be alone; to be mule or be queen"
(p. 133). Within a power-over hierarchy in the classroom, interactions are built on faculty members
providing the answers and students searching to find those answers. Students begin to focus on
how to be correct and less on how to collaborate with one another for shared learning. The use of
RCT offers a relationship centered understanding of engagement in which mutual engagement
occurs. Rather than viewing engagement as a one-directional approach in which the instructor
presents themselves to connect with the students in the context of the classroom, RCT provides
the framework of mutual engagement which leads to mutual growth (Schwartz, 2019).
Mutual engagement requires attention to the power-over dynamics that are present in
higher educational settings. Students will enter academic settings with past relational images of
teachers that may not match the role of relationship-centered faculty (Schwartz, 2019). Counselor
educators engage in gatekeeping and supervisory roles with counselors-in-training. Counselor
educators can utilize power-with strategies to bridge the barriers that students hold for their
willingness to engage in mutuality with faculty members. Miller & Stiver (1997) described “power
with” as a “power that grows as it is used to empower others” (p. 16). Counselor educators must
be willing to be known and empowered by their students in order to create a power-with
relationship that centers mutual experience of growth appropriate to the role of student and

counselor educator. This beginning stage of the Cycle of Caring, when enhanced through an RCT
emphasis on mutual engagement, creates a framework for the classroom environment in which all
members have an opportunity to empathically attach with one another through mutual engagement.
Active Involvement and Mutual Empathy
Skovholt & Trotter-Mathison (2016) described the active involvement stage of the Cycle
of Caring as the “work phase” of the cycle (p. 30). In a classroom setting, we might consider this
stage as focusing on the learning outcomes and the specific content of the course. The strategies
of teaching in this stage can be relationship-centered with the intention of creating opportunities
for mutual empathy with counselor educators and students. Mutual empathy extends beyond the
first stage of mutual engagement by clearly describing the relationship as a source of learning not
just the means to new content knowledge. Miller and Stiver (1997) explained “In short, the goal
is not for individuals to grow out of relationships but to grow into them. As relationships grow, so
grows the individual. Participating in growth-fostering relationships is both the source and the goal
of development” (p. 22).
Several RCT theorists have described the importance of understanding that mutuality does
not mean “sameness” or “equality” but rather a dynamic process of a quality of relationship in
which both participants are fully engaged and active (Miller & Stiver, 1997, p. 43). In a traditional
classroom setting, the instructor may view their role in the active involvement stage as one of
disseminating information or providing students with important content. In a classroom of mutual
empathy and relationship-centered teaching, there is less of a need for one directional, top-down
dynamics in which a faculty member provides content to their students. Utilizing mutuality in this
stage of active involvement encourages instructors to view how they relate to their students and
how students relate to their instructors as opportunities for growth, connection, and mutual

empathy. Creating projects or assignments in which students engage in creating new knowledge
with one another alongside an instructor allows for new means of growth that are specific only to
that classroom or supervision experience. Instructors can maintain appropriate boundaries within
the scope of their role as evaluator while still engaging with students through a relationshipcentered, mutually empathetic working stage.
Felt Separation and Mutual Empowerment
Skovholt & Trotter-Mathison (2016) described this stage of felt separation as an intentional
ending of the relationship. Counselor educators can benefit from creating endings in their
classroom experiences to model termination and closure that is supported through mutual
empowerment. Mutual empowerment, according to RCT theorists, occurs as a result of mutual
engagement and mutual empathy (Miller & Stiver, 1997). Providing an emphasis on an ending
experience that is relationship centered will present students with dedicated time for reflection
within the classroom space. Specifically, this means engaging in an ending with one another rather
than an individual focused reflection of content and the individual learning outcomes. Students
can engage with one another through shared feedback and describe to each other how
empowerment has occurred within the classroom space. Similarly, the instructor can provide
feedback about their experience of growth and empowerment through genuine feedback regarding
what they learned and how they experienced student growth and development.
An ending experience that is focused on emphasizing how growth has occurred within and
through a relationship consists of reflection on why students may move towards disconnection
from one another rather than remain in connection during an ending. Strategies of disconnection
are often used as means to protect oneself from anticipated loss or hurt (Jordan, 2010). Students
or instructors may prefer traditional classroom environments which require less vulnerability and

openness of mutual engagement to prevent any of the risk of loss that occurs with connection and
growth. However, focusing on the ending stage of the Cycle of Caring through an RCT lens
requires faculty to remain engaged with students and participate fully in the ending experience.
This may require acknowledging disconnections that have occurred as well as demonstrating a
genuine openness to feedback from students regarding their experiences in the class. In educational
settings which value power-over hierarchies, instructors may have genuine concerns regarding
student evaluations and feedback as a reflection of their job security. Yet emphasizing the value
in ending through connection allows for students and instructors to engage in feedback that is
mutually empowering in preparation for the next Cycle of Caring to occur.
Strategies for Integrating Relational Cultural Theory and the Cycle of Caring in the
Classroom
Counselor educators can use strategies in each phase of the cycle of caring which support
the process of relational engagement and self-care amongst faculty as well as the classroom
community. This process begins from the onset of the academic term, in which counselor educators
can use the opportunity to communicate their teaching philosophy informed by RCT with attention
to how the cycle of caring structure will be utilized throughout the term. When counselor educators
intentionally spend time in the beginning of an academic term sharing their teaching philosophy
with students this communicates to students the expectations the counselor educator has for how
they will engage with students in the course as well as provides a framework for students to
calibrate their own expectations of what they can anticipate in the learning environment.
Additionally, the counselor educator’s clear communication of their RCT approach fosters
transparency in the power that is inherent in the roles of student and counselor educator (Schwartz,
2019) while also maintaining fidelity to the gatekeeping and evaluation components that are

critical to our professional role. Finally, when faculty demonstrate a commitment to self-care,
students experience a model of care in their own development (Simel Pranjić, 2021).
The following strategies provide examples of how an RCT lens can enhance each stage of
the Cycle of Caring. We propose that when faculty engage in these strategies, they may create
opportunities for practicing self-care in their instructor roles and promote self-care within their
students. Each stage is conceptualized from a classroom community perspective and a faculty
instructor perspective.
Empathic Attachment
Students and faculty often enter classroom spaces busy, distracted, and rushing from one
commitment to another. We can intentionally bring a focus on beginning rituals of mutual empathy
and connection during each class meeting in order to support empathic attachment through
relational engagement with the classroom community and faculty.
Classroom Community
Initial activities for the classroom community can include having students begin each class
with a brief grounding technique to enter the room through three deep belly breaths. Grounding
techniques, specifically through deep breathing, are effective in bringing attention to the present
moment and limiting distraction in counseling experiences (Peace & Smith-Adcock, 2018) and
can similarly be useful in educational settings. Once students are settled and free of distraction
students can be provided with one or two prompts for discussion with a classmate that will produce
opportunities for empathy and connection between them in the present moment (Harrichand et al.,
2021a). Ideas such as sharing experiences of gratitude that students are aware of for themselves,
areas of struggling with their self-care this week, or successes in their self-care can be shared.
Faculty can encourage students to share culturally specific self-care strategies and communicate

with one another in a culturally congruent manner (Cholewa et al., 2014). The goal of this shared
reflection is to create opportunities for authentic engagement with one another free of the need to
produce content or reflection for the purpose of the class material instead students can learn about
diverse world views and experiences from one another (Irvine et al., 2021). When students connect
with one another in this manner they increase engagement with one another through collaboration
and authenticity (Bruneau, & Reilly, 2021).
Faculty Instructor
In accordance with a framework for supporting faculty self-care, it is imperative for
counselor educators to set intentions for their semester goals along with holding realistic
expectations for additional academic responsibilities. The beginning of a term in academia often
involves a rush of commitments. While attending to the importance of the empathic engagement
stage of the cycle, faculty can use strategies to anticipate this time frame and limit unrealistic
expectations. One strategy counselor educators can use is to say no to external or administrative
commitments for the first two weeks of a term and say yes to collaborative and growth-fostering
relationships that support faculty’s overall goals and intentions for the term. When faculty engage
in this type of intentional limit setting, they permit themselves an opportunity to create presence
with themselves and their students (Booth & Schwartz, 2012) which is essential during the
empathic attachment stage of the Cycle of Caring.
Active Involvement
Students appreciate routines, realistic expectations, and clear boundaries in which they
experience the instructor as fully present in the shared learning community (Schwartz, 2019).
Creating space for the work to be completed during class allows for mutual engagement and
capitalizes on the time in which students and faculty spend together.

Classroom Community
The active involvement stage of the Cycle of Caring requires intentional action to invite
participation of the designated work of the class period. Strategies to enhance this stage of the
Cycle of Caring include creating routines for students in which they can focus their energy
specifically on the task. Working in small groups, having a designated individual who will share
the themes of the group work, and asking for collaborative input in the groups allows students to
understand the shared expectation of workload. Given the inherent power dynamics in a classroom
(Schwartz, 2019), faculty are responsible for clearly communicating the expectations for
collaborative work, including how students will be evaluated in the group, what the expectations
are for engagement during the shared working time, and ideas for ways in which students can
remain accountable with one another. The faculty members can participate in this brainstorming
within the small group discussion by providing suggestions of strategies that have led to success
in the past and barriers that may be present (Moran & Milsom, 2015). Drawing on strategies which
have previously been noted as beneficial in educational settings to support students of color in
engaging authentically, faculty can utilize techniques such as recognizing success amongst
students within the classroom setting, encouraging students to talk with each other about their own
growth and progress, and maintain high expectations for group and academic work (Cholewa, et
al, 2014).
During this stage of active involvement, faculty can also increase mutual empowerment by
sharing with students how the counselor educator themselves best provides feedback. For
example, if students want to submit first drafts but a faculty member knows they are unable to
provide feedback within the designated time frame it is best to communicate this mismatch of
expectation and determine how feedback can be provided during class time that supports student’s

confidence and work product but also respects the faculty member’s time and boundaries. When
counselor educators communicate to students that they themselves are also busy and maintain full
workloads, this level of transparency can support the experience of clarity and mutual
empowerment (Booth & Schwartz, 2012).
Faculty Instructor
Relational Cultural theory provides guidance on how boundaries can be opportunities for
connection and clarity (Walker, 2008). To engage in active involvement with students requires a
faculty member to be clear in the scope of their role and create consistency with their students
during the designated class. Counselor educators have many responsibilities outside of the class
time, yet the class times with students can serve as working periods in which faculty have an
opportunity to provide real-time feedback and engage fully. Utilizing asynchronous tools to
provide content allows the use of the shared class time to be utilized as a collaborative working
stage (Moran & Milsom, 2015). While in-class lecture experiences can be beneficial and support
overall learning goals (Savickas, 2013), within the active involvement stage of the cycle of caring
faculty can best utilize shared class time to sit with their students and work through the designated
application of the content to their specific assignments. During this time, by engaging with students
authentically, faculty members can focus on fostering an environment which encourages the
development of the five good things (Miller & Stiver, 1997).
Felt Separation
Students and faculty can utilize routines for ending while acknowledging the ending that
is occurring as well as the empowerment students and faculty may experience as they complete
the course with one another. While students will encounter each other in future classes or projects,
each class experience provides an opportunity to practice ending in a healthy and complete way.

Classroom Community
As the end of class nears, faculty have an opportunity to ask students to actively end their
experience with one another, which is what Skovholt & Trotter-Mathison (2016) referred to as felt
separation. Strategies that can be used within the classroom to create this process include
reconnecting with their initial partner from the empathic attachment stage regarding how they
experienced the class, and how that experience will inform their ongoing development as
counselors. Faculty can specifically ask students to spend time in reflective writing about their
current awareness of their growth and development regarding the active involvement portion of
the classwork and sharing that with each other (Sage & Sele, 2015). Lastly, faculty can create an
opportunity in a small group setting to provide one another with feedback regarding their
collaboration and connection (Lertora et al., 2020).
Faculty Instructor
During this ending stage, faculty members can share their own experience of the class,
what they learned from students, and how they have grown as an instructor during this time frame
(Schwartz, 2019). In addition, instructors can actively seek feedback from students about the
structure of the class, the assignments, and the process of engagement. This can be done in small
group discussion at the end of project or assignment time as well as in individual reflection writing
by students to faculty. Faculty can then provide responses to each student based on their genuine
experience of each student and share in dialogue regarding what went well and what could be
improved.
Recommendations for Future Research
This model has focused on traditional, in-person counselor education programs. As
programs emphasize online and hybrid learning, continued attention should be paid to models for

relational engagement and growth in an online educational environment. In addition, this model
can benefit from outcome research. Counseling education programs can benefit from evaluating
relational growth in the developmental process of counselors-in-training. This model also provides
a theoretical framework for continued outcome research on faculty self-care, relational well-being,
and job satisfaction in counselor education.
Conclusion
This article has provided a framework for integrating RCT concepts into the Cycle of
Caring in the classroom setting. When the class experience is structured to model the cycle of
caring, students and counselor educators can benefit from the emphasis on mutual engagement,
mutual empathy, and mutual empowerment. Integrating RCT concepts into this cycle of caring
provides counselor educators with a means authentically support their own self-care while also
modeling self-care for their students. Due to the varied roles and responsibilities, counselor
educators have unique relationship-centered self-care needs. RCT provides counselor educators
with a theoretical framework for centering growth-fostering relationships in their teaching and
supervision practices.

References
American Counseling Association (ACA). (2014). 2014 ACA code of ethics.
https://www.counseling.org/resources/aca-code-of-ethics.pdf
Arcuri Sanders, N. M., Vincenzes, K. A., & Forziat-Pytel, K. (2020). What does self-care look
like for online graduate mental health counseling students? Journal of Creativity in
Mental Health, 15(1), 104-116. https://doi.org/10.1080/15401383.2019.1639236
Banks, A. (2006) Relational therapy for trauma. Journal of Trauma Practice, 5(1), 25-47.
https://doi.org/ 10.1300/J189v05n01_03.
Berebitsky, D., & Ellis, M. K. (2018). Influences on personal and professional stress on higher
education faculty. Journal of the Professoriate, 9(2), 88–110.
Booth, M., & Schwartz, H. (2012) We’re all adults here: Clarifying and maintaining boundaries
with adult learners. New Directions for Teaching and Learning, 131, 43-55.
https://doi.org/10.1002/tl.20026
Boyd, R., MacNeil, N., & Silcox, S. (2006). Relational pedagogy: Putting balance back into
students’ learning. Curriculum & Leadership Journal, 4(13), 17-28.
Bruneau, L., & Reilly, B. (2021). Fostering connection and authenticity in online counselor
education through relational pedagogy. Journal of Technology in Counselor Education
and Supervision, 1(1), 42-44. https://doi.org/10.22371/tces/007
Cholewa, B., Goodman, R., & West-Olatunji, Amatea, E. (2014). A qualitative examination of
the impact of culturally responsive educational practices on the psychological wellbeing of students of color. Urban Review,46, 574-596. https://doi.org/10.1007/s11256014-0272-y
Coaston, S. C. (2019). The happy professor: Optimizing faculty fit in counselor education. The
Journal of Counselor Preparation and Supervision, 12(1).
https://repository.wcsu.edu/jcps/vol12/ iss1/6
Council for Accreditation of Counseling and Related Educational Programs (2016). 2016
Standards. https://www.cacrep.org/for-programs/2016-cacrepstandards/
DeCino, D. A., Waalkes, P. L., & Dalbey, A. (2020). “They stay with you”: Counselor
educators’ emotionally intense gatekeeping experiences. Professional Counselor, 10(4),
548–561. https://tpcjournal.nbcc.org/
Duffey, T., & Somody, C. (2011). The role of Relational-Cultural theory in mental health
counseling.
Journal
of
Mental
Health
Counseling,
33(3),
223–242.
https://doi.org/10.17744/mehc.33.3.c10410226u275647
Eddy, P. L., & Gaston-Gayles, J. L. (2008). New faculty on the block: Issues of stress and
support. Journal of Human Behavior in the Social Environment, 17(1/2), 89–106.
https://doi.org/10.1080/10911350802168878
Elliott, M., & Blithe, S. J. (2021). Gender inequality, stress exposure, and well-being among
academic faculty. International Journal of Higher Education, 10(2), 240–252.
https://doi.org/10.5430/ijhe.v10n2p240
Gizara, S. S., & Forrest, L. (2004). Supervisors’ experiences of trainee impairment and
incompetence at APA-accredited internship sites. Professional Psychology: Research and
Practice, 35(2), 131–140. https://doi.org/10.1037/0735-7028.35.2.131
Harrichand, J. J. S., Litam, S. D. A., & Auloos, C. D. (2021a). Infusing self-care and wellness

into the CACREP curricula: Pedagogical recommendations for counselor educators and
counselors during COVID-19. International Journal for the Advancement of
Counselling, 43, 372-385. https://doi.org/10.1007/s10447-021-09423-3
Harrichand, J. J. S., Thomas, J. C., Mwendwa, J. M., & DiLella, N. M. (2021b). Leadership and
burnout: An analysis of counselor educators in CACREP-accredited programs in the
United States, Journal of Counselor Leadership and Advocacy, 8(1), 56-70.
https://doi.org/10.1080/2326716X.2021.1887008
Hatchett, G. T. (2020). Perceived tenure standards, scholarly productivity, and workloads of
counselor educators at comprehensive universities. Journal of Counselor
Preparation
and
Supervision,
13(4).
https://digitalcommons.sacredheart.edu/jcps/vol13/iss4/9
Hill, N. (2004). The challenges experienced by pretenured faculty members in counselor
education: A wellness perspective. Counselor Education and Supervision, 44, 134-144.
https://doi.org/10.1002/j.1556-6978.2004.tb01866.x
Homrich, A.M. (2009). Gatekeeping for personal and professional competence in graduate
counseling programs. Counseling and Human Development, 4(7), 1-24.
Hou, J. M., & Skovholt, T. M. (2020). Characteristics of highly resilient therapists. Journal of
Counseling Psychology, 67(3), 386–400. https://doi.org/10.1037/cou0000401
Irvine, T., Labarta, A., & Emelianchik-Key, K. (2021). Using a Relational-Cultural and Adlerian
framework to enhance multicultural pedagogy. Professional Counselor, 11(2), 233–247.
Jean Baker-Miller Training Institute (n.d.) The development of relational-cultural theory.
https://www.wcwonline.org/JBMTISite/the-development-of-relational-culturaltheory
Jordan, J. V. (2010). Relational-cultural therapy. American Psychological Association.
Karpouza, E., & Emvalotix, A. (2019). Exploring the teacher-student relationship in graduate
education: A constructivist grounded theory. Teaching in Higher Education, 24(2), 121140. https://doi.org/10.1080/13562517.2018.1468319
Kerl, S., & Eichler, M. (2005). The loss of innocence: Emotional costs to serving as gatekeepers
to the counseling profession. Journal of Creativity in Mental Health, 1(3/4), 71–88.
https://doi.org/ 10.1300/J456v01n03_05
Lertora, I., Croffie, A., Dorn-Medeiros, C., & Christensen, J. (2020). Using Relational Cultural
theory as a pedagogical approach for counselor education. Journal of Creativity in
Mental Health, 15(2), 265-276. https://doi.org/10.1080/15401383.2019.1687059
Lin, B., & Wilson, J. (2019). Six New Zealand counsellors talk about their self-care practices.
New Zealand Journal of Counselling, 39(1), 119-138.
Litam, S. D. A., Ausloos, C. D., & Harrichand, J. J. S. (2021). Stress and resilience among
professional counselors during the COVID-19 pandemic. Journal of Counseling and
Development, 99(4), 384.395.
https://doi.org/10.1002/jcad.12391
Miller, J.B. (1976). Towards a new psychology of women. Beacon Press.
Miller, J. B. (1986). What do we mean by relationships?
Stone Center Working Paper Series.
Miller, J.B., & Stiver, I. (1997). The healing connection: How women form relationships in
therapy and life. Beacon Press.
Moran, K., & Milsom, A. (2015). The flipped classroom in counselor education. Counselor
Education and Supervision, 54(1), 32–43.

https://doi-org.l:2443/10.1002/j.1556-6978.2015.00068.x
Peace, P., & Smith-Adcock, S. (2018) A conceptual framework for felt sense awareness in
counselor preparation. Journal of Humanistic Counseling, 57(3), 208-222.
https://doi.org.10.1002/johc.12083
Posluns, K., & Gall, T. L. (2020). Dear mental health practitioners, take care of yourselves: A
literature review on self-care. International Journal for the Advancement of Counselling,
42, 1–20. https://doi.org/10.1007/s10447-019-09382-w
Prasath, P. R., Bhat, C. S., Mather, P. C., Foreman, T., & James, J. K. (2021). Wellbeing,
psychological capital and coping of university employees during the COVID-19
pandemic. Journal of the Professoriate, 12(1), 1–30.
Sage, M., & Sele, P. (2015). Reflective journaling as a flipped classroom technique to increase
reading and participation with social work students. Journal of Social Work Education,
51(4), 668–681.
Sangganjanavanich, V. F. & Balkin, R. S. (2013). Burnout and job satisfaction among counselor
educators. Journal of Humanistic Counseling, 52(1), 67–79.
https://doi.org/10.1002/j.2161-1939.2013.00033.x
Savickas, M. (2013). Preparing and presenting lectures that exemplify the ideals of counselor
education. In J. D. West, D. L. Bubenzer, J. A. Cox, & J. M. McGlothlin (Eds.), Teaching
in Counselor Education: Engaging students in learning (pp. 25-36). Association for
Counselor Education and Supervision.
Schwartz, H. (2019). Connected teaching: Relationship, power, and mattering in higher
education. Stylus Publishing.
Simel Pranjić, S. (2021). Development of a caring teacher-student relationship in higher
education. Journal of Education, Culture & Society, 12(1), 151–163.
https://doi.org/10.15503/jecs2021.1.151.163
Skovholt, T. M. (2005). The cycle of caring: A model of expertise in the helping professions.
Journal of Mental Health Counseling, 27(1), 82-93.
https://doi.org/10.17744/mehc.27.1.mj5rcvy6c713tafw
Skovholt, T. M. (2012). The counselor’s resilient self. Turkish Psychological Counseling and
Guidance Journal, 4(38), 137-146. https://dergipark.org.tr/en/pub/tpdrd
Skovholt, T. M., & Trotter-Mathison, M. (2016) The resilient practitioner: Burnout and
compassion fatigue prevention and self-care strategies for the helping
professions (3rd ed). Routledge.
Walker, M. (2008). Power and effectiveness: Envisioning alternate paradigms. Women &
Therapy, 31(2- 4), 129-144. https://doi.org/10.1080/02703140802146266
Walker, M. (2020). When getting along is not enough: Reconstructing race in our lives and
relationships. Teachers College Press.
Yagar, G. G., & Tovar-Blank Z. G. (2007). Wellness in counselor education. Journal of
Humanistic
Counseling,
Education,
and
Development,
46,
142-153.
https://doi.org/10.1002/j.2161-1939.2007.tb00032.x.

